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Abstract 
Washback effect refers to the fact that testing controls not only the curriculum but also teaching methods and students' learning 
strategies (Biggs, 1995). University Entrance Examination (UEE) in Iran as a nation wide high-stake test affects many aspects of 
the education system but the nature of its impact on the English as Foreign Language (EFL) teachers' curricular planning and 
instruction techniques is not clear. In an attempt to partially clarify the nature of this impact, the present study was done on 365 
Iranian EFL teachers in Tehran and examined the nature and scope of the UEE's impact on their curricular planning and 
instruction techniques. Data were collected through a standardized and validated questionnaire and group interviews. Descriptive 
statistical procedures were used to analyze and describe the data. The findings indicate that from the teachers' perspective, Iranian 
UEE has a significant influence on teachers' curricular planning and instruction techniques. Furthermore the obtained results
underscore the necessity of in-service professional teacher training programs, and the addition of more performance based 
assessment modes to the UEE. 
© 2014 Ramezany. Published by Elsevier Ltd.  
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1. Introduction 
   Washback or backwash is a technical term frequently used in applied linguistics and language testing. Hughes 
(2003) defines washback as the effect of testing on teaching and learning and states that the effects can be positive or 
negative. Messick, after noting that washback can have either harmful or positive effects, describes it as "the extent to 
which the introduction and use of a test influences language teachers and learners to do things that they would not 
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otherwise do which promote or inhibit language learning" (1996, p 241).While a poorly developed test can exert 
negative impacts on the teaching methodology and learning of the materials, a properly developed one can do the reverse 
and show positive effects. As Hughes (2003) believes, this impact can affect learners, teachers, educational systems, and 
the society at large. While as Alderson and Wall (1993) argue that testing reflects what actually happens in classrooms, 
there is some convincing evidence showing that tests, especially high-stake ones, have powerful impacts on language 
teaching and learning that goes on within the classroom as well. Moreover, as Shohamy (1993) notes, high-stake tests 
and public examinations influence the attitude, behavior, and motivation of the teachers and learners. 
 
  Educators complain that high-stake tests exert direct and strong backwash effects on the teaching and learning 
activities (Alderson & Wall, 1993). They argue that educators tend to modify their classroom activities toward tests, 
especially when the test is a decisive one. In other words, nearly all teachers have a great tendency to tailor their 
teaching methodology to prepare their students for such tests and ignore the activities that have little contribution to the 
test takers’ success and focus on those with the maximum amount of contribution (Hughes, 2003). Many researchers 
have tried to prove this point by examining the effects of some extant language tests on the teaching methodology and 
learning. Hughes (2003), for instance, has reported the effects of a newly developed English proficiency test for ESL 
learners at Boston University in U.S. This test was developed to motivate students to work harder on their English 
courses. As Hughes reported, the test succeeded in achieving its goals. Watanabe (1996) used a 45-item questionnaire to 
investigate the effects of the MET (Matriculation English Test) in university classes and reported positive effects for the 
test. Shohamy (1993) examined the effects of three language tests: The Arabic Test, the English Oral Test, and the 
Reading Comprehension Test. The major finding was that all the three tests had some impact on teaching and learning 
practices. While all tests whether high or low stakes might be of potential effects on teaching and learning processes, the 
term washback seems to be associated primarily with high-stake tests, which are mainly employed for making important 
decisions (Hughes, 2003; Watanabe, 1996; Shohamy, 1993). This point can be the case with the University Entrance 
Examination (UEE) in Iran, as it serves as a high-stake selection test and is applied for making a decisive educational 
decision about the test takers. Against this backdrop and in an attempt to clarify the nature of the washback effect of 
UEE on the Iranian high school EFL teachers' curricular planning and instruction techniques the researchers carried out 
the present study to investigate Iranian EFL high school teachers' perceptions of the impact of the University Entrance 
Exam on their curricular planning and instruction in eight dimensions of l) syllabus design, 2) teaching methods, 3) 
teaching contents, 4) time arrangement and classroom activities 5) instructional materials, 6) evaluation and assessment, 
7) the necessity of including skills other than reading in UEE, and 8) the necessity of including oral /aural skills in UEE. 
2. Review of the related literature 
        Irrespective of all given definitions of the concept, research into the effects of tests on teaching and learning 
activities bears the “backwash” or "washback" name in the literature of applied linguistics (Alderson & Wall, 1993; 
Hughes, 2003). This definition of the washback effect dates back to at least 60s or 70s. However, a glance at the 
literature on language teaching and testing reveals that there is considerable variation in the way different researchers 
have theoretically portrayed this phenomenon (Saif, 2006).  Moreover, an overview of the recent washback studies 
demonstrates that the concept of washback is highly complex, controversial, and context specific (Alderson & Hamp-
Lyons,1996;  Shohamy, Dontisa-Schimidt, & Ferman , 1996;  Andrew & Wong , 2002;  Luxia, 2005). 
        Alderson and Wall (1993) investigated the effects of the change in Sri Lankan O level English Examination. The 
researchers conducted a two year longitudinal observational study of English classes and concluded that an exam does 
not and cannot determine how teachers teach; however, the researchers suggested that the change might influence the 
content of the covered materials. 
        Shohamy, Dontisa-Schimidt, and Ferman (1996) also examined the impact of two national tests: Arabic as a second 
language (ASL) and English as a foreign language (EFL) in Israel through questionnaires, interviews, and document 
analysis from a sample of teachers, students and language inspectors. The results of this study showed different 
washback patterns for the two tests.  
        Andrew and Wong (2002) investigated the impact of Hong Kong Advanced Supplementary Use of English test 
(introduction of oral exam) on students' performance in spoken English. They videotaped the test performance of the 
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students for 3 years and analyzed the students' oral performance. The study revealed that the nature of the washback on 
the learners' performance was not necessarily of the sort anticipated or intended by those responsible for the introduction 
of the oral test. 
        According to Bachman and Palmer (2000) the intensity of the washback effect very much depends on the social and 
educational uses of the test scores. Hughes (2003) clarifies this point by suggesting that the intensity of the washback 
may be a function of its stake. In other words, high-stake tests might generate greater washback effect than low-stake 
tests. Luxia (2005) also states that there is a general consensus that high stake tests produce strong washback effect.  
         In a somewhat similar study to the present project, Ghorbani (2008) investigated the washback effect of the 
University Entrance Examination on language teachers’ curriculum planning and instruction. The findings of his study 
showed that UEE strongly affects the “what of teaching” but not the “how of teaching” in Iranian EFL teachers.  Almost 
all language teachers, regardless of their teaching experience, educational background, gender, the school type, and the 
school location, perceived the negative effects of the UEE.  
3. Research Questions 
       In order to probe into the effects of UEE on Iranian EFL teachers’ curricular planning and instruction techniques 
the following research questions were formulated: 
1.     Is UEE perceived to have any impact on Iranian EFL teachers’ classroom activities and teaching methods? 
2.     Is UEE perceived to have any impact on Iranian EFL teachers’ teaching materials? 
3.     Is UEE perceived to have any impact on Iranian EFL teachers’ syllabus design? 
4.     Is UEE perceived to have any impact on Iranian EFL teachers’ teaching contents? 
5.     Is UEE perceived to have any impact on Iranian EFL teachers’ classroom assessment and evaluation? 
6.     Is the inclusion of other skills other than reading skill perceived to be necessary in UEE by Iranian EFL teachers? 
7.     Is the inclusion of oral and aural tests in UEE perceived to be necessary by Iranian EFL teachers? 
   
4.   Methodology 
 
4.1. Subjects 
 
        The participants of this study were 365 male and female high school and pre-university EFL teachers in Tehran, 
Iran. 93% of the participants had a bachelor’s degree in English language, and the remaining seven percent had a 
master’s degree in TEFL. 32% of the participants were teaching only at pre-university centers, and the rest were 
simultaneously teaching at different grade levels of high school and pre-university centers. Table 1 summarizes the 
demographic information of the participants and their schools. 
 
Table 1. Demographic Information of the Participating Teachers and Their Schools 
School Type Number Percentage Gender Number  Percentage  
Public 88 88% Male 221 60.54 
Private 12 12% Female 144 39.46 
Total 100 100 Total 365 100 
Highest Degree Number Percentage Teaching Experience Number Percentage 
BA 340 93% Under 10 74 20.27 
MA 15 07% Over 10 291 79.73 
Total 365 100 Total 365 100 
 
    4.2.    Instruments 
 
            A 51-item researcher made and validated questionnaire was applied to collect data. Using Cronbach's Alpha the 
reliability of the questionnaire was estimated to be 0.86 and hence the questionnaire was deemed to be a reliable 
instrument for eliciting the intended data. Table 2 shows the reliability index of the questionnaire using Cronbach's 
Alpha. 
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                 Table 2. Reliability Index of the Survey Questionnaire 
Cronbach's Alpha based on 
original version 
Cronbach's Alpha Based on 
modified version    N of Items 
0.309 0.858 51 
       The questionnaire comprised of four sections. Section 1 consisted questions about the teachers' name, age, 
education degree and the years of experience. The purpose of this section was to collect basic information about the 
participants. Section 2 of the questionnaire included 26 items, each targeting the impact of the University Entrance 
Exam (UEE) on teachers' curricular planning and instruction. The rationale behind this part was to identify the 
participants' possible variation in curricular planning and instruction techniques. Section 3 consisted of 14 items all 
about factors associated with teachers' perceptions of impact of the UEE on their curricular planning and instruction. 
The main purpose of this section was to identify the possible variation among the participants, considering the teachers' 
perceptions of impact of the UEE on their curricular planning and instruction. Finally, section 4 of the questionnaire 
consisted 11 items, each targeting the teachers' expectations of the University Entrance Exam. The rationale behind this 
section was to identify the inherent problems as well as the possible modifications to UEE. The interview section 
consisted of five open ended questions, which were presented to 8 different EFL teachers who were selected from 
among 365 participating EFL teachers. Each interview took about 20 minutes. 
 
      4.3. Procedure  
       A 51-item standardized survey questionnaire was used as the main data collection method. At the outset of the 
study a pilot study for the questionnaire was conducted with 49 EFL teachers which led to the elimination and 
modification of some items. Then the participants of the study (365 Iranian EFL teachers) were asked to complete the 
questionnaire. In terms of questionnaire development, qualitative input ensured the content validity. Factor analysis and 
Cronbach’s alpha were also employed to ensure the construct validity and reliability of the questionnaires. The selected 
response options were numerically coded and entered into a computer data base for descriptive statistics through SPSS 
version 18. 
 
      5. Results 
        As stated above the questionnaire items were categorized under seven dimensions regarding the construct they 
were tapping into. As indicated in the following table, the findings of this study showed that Iranian EFL teachers' 
teaching methods and instruction techniques, syllabus design, classroom assessment and evaluation are dramatically 
influenced by the UEE. The detailed analysis of the results is depicted in tables 4 to 10. The means calculated and 
displayed in tables are out of 6.  
                     Table 3. Summary of Collected Data through the 51-Item Questionnaire (N=365) 
Dimensions of Teachers' Perception  Mean 
1. Teaching methods and instruction techniques, classroom activities and MC type test preparation 4.42 
2. Teaching materials, teaching what is tested in UEE 4.27 
3. Syllabus design, more time allocation to whatever tested in UEE 4.43 
4. Teaching contents, teaching only vocabulary and grammar  points 4.55 
5. Classroom assessment and evaluation 4.49 
6. The necessity of including other skills other than reading in UEE 4.66 
7. The necessity of including communicative tests  oral and aural tests in UEE 4.40 
 
        The following pie chart represents the percentage of the teachers’ perceptions regarding the dimensions mentioned 
above. The results obtained through the analysis of the results of the questionnaire show that all the seven dimensions 
are greatly influenced by the UEE.  
 
        As the following chart displays 73.67% of the teachers participating in this study perceived UEE to highly 
influence their teaching methods and instruction techniques. 71.17% of the participants perceived UEE to have a strong 
impact on the materials they choose for their students in order to prepare them for UEE.  As it is shown in the chart 
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73.83% of the teachers suggested that they modify their syllabus design both on macro and micro level in order to meet 
the demands of UEE. 74.83% of the teachers revealed that they prioritized teaching vocabulary and grammar points in 
order to prepare their students for UEE. A high percentage of the participants, 77.67% of the teachers suggested that 
they alter their assessment and evaluation techniques and make use of UEE related test items in order to prepare their 
students for UEE. Finally on average 75% of the teachers agreed on the necessity of including communicative tests, 
oral and aural tests in UEE. 
    Chart 1. Percentage of the Teaches’ Perceptions Regarding the Seven Dimensions of the Questionnaire 
 
 
 
 
 
 
 
 
 
   Table 4. Teaching Methods and Instruction Techniques, Classroom Activities and MC Type Test Preparation 
Mea
n 
Strongly 
Disagree 
Disagree Slightly 
Disagree 
Slightly 
Agree 
Agree Strongly 
Agree 
Questionnaire items 
4.16 
27 
7.40% 
35 
9.59% 
54 
14.79% 
72 
19.73% 
92 
25.21% 
85 
23.29% 
Students' learning attitude has an influence on my 
curricular planning and instruction. 
4.29 
41 
11.23% 
23 
6.30% 
24 
6.58% 
76 
20.82% 
103 
28.22% 
98 
26.85% 
I spend more time on the students' test-taking 
strategies for the UEE, especially when the students 
are about to take the UEE. 
4.26 
24 
6.58% 
41 
11.23% 
31 
8.49% 
67 
18.36% 
124 
33.97% 
78 
21.37% 
I normally give priority to UEE type tests in my 
teaching in order to prepare my students for the UEE  
4.97 
13 
3.56% 
20 
5.48% 
26 
7.12% 
32 
8.77% 
89 
24.38% 
185 
50.68% 
I face constant pressure to improve my students' test 
scores because most of my school administrators are 
more interested in increasing test scores in UEE than 
in improving overall student learning. 
4.44 
25 
6.85% 
28 
7.67% 
54 
14.79% 
38 
10.41% 
96 
26.30% 
124 
33.97% 
I spend more time on the MC type questions to 
prepare the students for UEE 
4.42 Total Mean 
 
        Table 4 shows the results of teachers’ perceptions of the impact of UEE on their teaching methods and instruction 
techniques, classroom activities and MC type test preparation activities. The results reveal that teachers have a great 
tendency to spend more time on test related activities in order to prepare their students for UEE. More than 70 % of the 
participants suggested the existence of a constant pressure from school administrators to improve their students’ test 
scores than improving their overall learning. As the table depicts the students’ test taking strategies for the UEE is 
considered to be of crucial significance by teachers, hence they spend more time on them. The calculated mean (4.42) 
obtained though the analysis of the results in the above table clearly shows that teachers’ teaching methods and 
instruction techniques are modified to meet the demands of UEE. 
 
 
 
 
 
 
Dimensions of Teachers' Perceptions 
73.67
71.17
73.83
75.83
74.83
77.67
73.33
1
2
3
4
5
6
7
 
1 2 
3 
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7 
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Table 5. Teaching Materials (Teaching What Is Tested in UEE) 
 
       As displayed in table 5, the materials chosen by the participants of the current study to be covered are highly 
influenced by UEE. About 70 % of the participants in this study suggested that the UEE has a great influence on 
their decision regarding what supplementary materials to use in their classes. The teachers also revealed that they 
rarely use specific language activities other than what is tested in UEE in their classes. The mean obtained through 
the analysis of the results in the above table (4.27) reveals that teachers have a great tendency to use the books 
specified by the Ministry of Education in their teaching because they cover most of the content to be tested in the 
UEE and to tailor their teaching materials in order to prepare their students for UEE.  
 
 Table 6.  Syllabus Design (More Time Allocation to Whatever Tested in UEE) 
Mean Strongly 
Disagree 
Disagre
e 
Slightly 
Disagree 
Slightly 
Agree 
Agree Strongly 
Agree 
Questionnaire items  
4.82 
13 
3.56% 
28 
7.67% 
32 
8.76% 
41 
11.23% 
75 
20.54% 
176 
48.21% 
I change my teaching methods to help 
students succeed in the UEE. 
4.36 
29 
7.94% 
35 
9.58% 
33 
9.04% 
67 
18.35% 
79 
21.64% 
122 
33.42% 
I neglect some teaching methods that I 
think are inefficient in preparing my 
students for the UEE 
4.47 
141 
38.63% 
79 
21.64% 
43 
11.78% 
42 
11.50% 
32 
8.76% 
28 
7.67% 
The UEE has little impact on how I 
teach. 
4.10 
23 
6.30% 
68 
18.63% 
34 
9.31% 
58 
15.89% 
87 
23.83% 
95 
26.02% 
The UEE influences the process of my 
syllabus design. 
3.90 
54 
14.79% 
37 
10.13% 
66 
18.08% 
30 
8.21% 
91 
24.93% 
87 
23.83% 
I give little attention to the UEE while 
designing my macro and micro 
syllabus. 
4.11 
43 
11.78% 
39 
10.68% 
52 
14.25% 
 
37 
10.13% 
89 
24.38% 
105 
28.76% 
In preparing my syllabus for 
instruction I consider relevant sources 
to ensure that I cover the kind of items 
that will be tested in the UEE. 
4.49 
21 
5.75% 
31 
8.49% 
36 
9.86% 
61 
16.71% 
93 
25.47% 
123 
33.69% 
I usually modify my syllabus 
according to UEE. 
5.06 
 
11 
3.01% 
17 
4.65% 
22 
6.02% 
31 
8.49% 
91 
24.93% 
193 
52.87% 
I spend less time on oral activities 
because my students are less interested 
in the skill which is unlikely to be 
tested in the UEE. 
4.40 
19 
24.93% 
43 
11.78% 
35 
9.58% 
62 
16.98% 
89 
24.38% 
117 
32.05% 
I often try to cover what will be tested, 
as my students would expect me to do 
so. 
Mea
n 
Strongly 
Disagree 
Disagree Slightly 
Disagree 
Slightly 
Agree 
Agree Strongly 
Agree 
Questionnaire items 
4.21 
59 
16.16% 
144 
39.45% 
52 
14.25% 
55 
15.06% 
34 
9.31% 
21 
5.75% 
I rarely use specific language teaching activities 
and materials to prepare my students just for the 
UEE. 
3.29 
14 
3.83% 
22 
6.02% 
31 
8.49% 
15 
4.10% 
79 
21.64% 
99 
27.12% 
I use the books specified by the Ministry of 
Education in my teaching because they cover 
most of the content to be tested in the UEE 
4.61 
129 
35.34% 
101 
27.67% 
64 
17.53% 
24 
6.57% 
29 
7.94% 
18 
4.93% 
The UEE has little impact on what I teach. 
4.44 
132 
36.16% 
85 
23.28% 
52 
14.25% 
36 
9.86% 
26 
7.12% 
34 
9.31% 
I teach whatever I think is important regardless of 
whether my students like it or not. 
4.84 
18 
4.93% 
23 
6.30% 
31 
8.49% 
42 
11.50% 
65 
17.80% 
186 
50.95% 
The UEE has a great influence on my decision 
regarding what supplementary materials to use in 
my instruction. 
4.27 Total mean 
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4.18 
16 
4.38% 
41 
11.23% 
62 
16.98% 
76 
20.82% 
82 
22.46% 
88 
24.10% 
The UEE gives me important feedback 
on how I teach. 
4.87 
9 
2.46% 
22 
6.02% 
31 
8.49% 
51 
13.97% 
83 
22.73% 
169 
46.30% 
The UEE motivates me to implement 
activities which promote my students’ 
skills for the university entrance tests. 
   4.43 Total mean 
 
        As shown in table 6, teachers’ syllabus design is highly adapted to allocate more time to whatever tested in 
UEE. The mean depicted in this table (4.43) reveals that a high percentage of the teachers tend to modify their 
macro and micro syllabus design to set aside more time for UEE related activities including implementing activities 
to promote students' skills for UEE or carefully considering the type of activities and tasks which are most probably 
included in UEE.  More than 75% of the teachers suggested that they spend less time on oral activities because this 
skill is unlikely to be tested in the UEE. 
 
    Table 7. Teaching Contents (Teaching only Vocabulary and Grammar)  
Mean Strongly 
Disagree 
Disagree Slightly 
Disagree 
Slightly 
Agree 
Agree Strongly 
Agree 
Questionnaire items  
4.47 
25 
6.84% 
28 
7.67% 
36 
9.86% 
66 
18.08% 
83 
22.73% 
127 
34.79% 
I give my students worksheets that 
review the expected test content…  
4.86 
13 
3.56% 
15 
4.10% 
22 
6.02% 
61 
16.71% 
102 
27.94% 
152 
41.64% 
I adjust the sequence of my teaching 
skills based on the priorities of UEE. 
4.16 
29 
7.94% 
29 
7.94% 
68 
18.63% 
59 
16.16% 
88 
24.10% 
92 
25.20% 
I focus more on certain sections in the 
textbook because I think the content is 
more likely to be tested in the UEE. 
4.39 
17 
4.56% 
33 
9.04% 
48 
13.15% 
69 
18.90% 
87 
23.83% 
111 
30.41% 
I include some relevant content in my 
instruction other than the content in the 
textbook… 
4.87 
11 
3.01% 
18 
4.93% 
31 
8.49% 
53 
14.52% 
86 
23.56% 
166 
45.47% 
I prefer my students to perform well in 
the UEE. 
4.55 Total mean 
 
        Table 7 shows the results of teachers’ perceptions of the impact of UEE on the content they teach including 
vocabulary and grammar. As it is displayed in this table vocabulary and grammar as the main components which 
are tested in UEE receive the highest attention from teachers as compared to other parts of the coursebooks. The 
mean 4.86 obtained through the analysis of the results in item 2 of this table clearly shows that a great majority of 
the teachers intentionally adjust their teaching contents based on the priorities of UEE with more focus on certain 
sections in the textbooks which are most probably included in UEE. 
 
     Table 8. Classroom Assessment and Evaluation 
Mean Strongly 
Disagree 
Disagree Slightly 
Disagree 
Slightly 
Agree 
Agree Strongly 
Agree 
Questionnaire items  
4.01 
24 
6.57% 
62 
16.98% 
53 
14.52% 
62 
16.98% 
76 
20.82% 
88 
24.10% 
I mark my students' work by 
considering the criteria used in the UEE. 
5.03 
14 
3.83% 
17 
4.65% 
21 
5.75% 
32 
8.76% 
89 
24.38% 
192 
52.60% 
I adopt test items from the standardized 
test books developed by experienced 
publishers 
4.22 
24 
6.57% 
37 
10.13% 
58 
15.89% 
64 
17.53% 
80 
21.91% 
102 
27.94% 
The UEE format affects my assessment 
4.64 
17 
4.65% 
20 
5.47% 
38 
10.41% 
46 
12.60% 
83 
22.73% 
154 
42.19% 
I often feel guilty if my students do not 
succeed in the UEE. 
4.84 
18 
4.93% 
10 
2.73% 
33 
9.04% 
52 
14.25% 
91 
24.93% 
161 
44.10% 
Students' test results influence how 
people judge me as a good teacher. 
4.55 
15 
4.10% 
35 
9.58% 
36 
9.86% 
54 
14.79% 
99 
27.12% 
126 
34.52% 
I often feel embarrassed if my students 
do not perform well in the UEE  
4.24 
28 
7.67% 
42 
11.50% 
45 
12.32% 
63 
17.26% 
74 
20.27% 
113 
30.95% 
I feel pressure from other teachers to 
improve my students' test scores. 
4.64 
17 
4.65% 
35 
9.58% 
30 
8.21% 
42 
11.50% 
99 
27.12% 
142 
38.90% 
I feel pressure from my school principle 
to improve my students' test scores. 
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4.49 Total mean 
 
        As displayed in table 8, teachers’ classroom assessment and evaluation is heavily influenced by the UEE. 
Almost 75% of the teachers participating in this study revealed that they adapt test items from standardized test 
books developed by experienced publishers in their classroom quizzes in order to prepare their students for the 
UEE. Pressure from both school administrators and parents was perceived to be of crucial influence in urging the 
teachers to tailor their evaluation techniques. A great majority of the teachers suggested that they would feel guilty 
or embarrassed if their students did not get good results in UEE, hence they alter their assessment and evaluation 
techniques to guide the students toward UEE related test formats. 
 
Table 9. The Necessity of Including Skills other than Reading in UEE 
Mean Strongly 
Disagree 
Disagree Slightly 
Disagree 
Slightly 
Agree 
Agree Strongly 
Agree 
Questionnaire items  
4.45 
133 
36.43% 
87 
23.83% 
40 
10.95% 
46 
12.60% 
35 
9.58% 
24 
6.57% 
I arrange my classroom activities mostly 
based on different factors, regardless of the 
objectives of the UEE. 
4.48 
126 
34.52% 
86 
23.56% 
62 
16.98% 
42 
11.50% 
28 
7.67% 
21 
5.75% 
I rarely change my teaching methods just 
for the sake of helping my students reading 
skill in the UEE 
4.92 
7 
1.91% 
21 
5.75% 
27 
7.39% 
49 
13.42% 
97 
26.57% 
164 
44.93% 
I focus more on the skills which are more 
likely to be tested like reading in the UEE 
while planning for my curriculum. 
4.27 
31 
8.49% 
37 
10.13% 
30 
8.21% 
82 
22.46% 
74 
20.27% 
111 
30.41% 
I skip over certain sections in the textbook 
except for reading parts because I think their 
content is less likely to be tested in the UEE. 
4.56 
116 
31.78% 
105 
28.76% 
67 
18.35% 
37 
10.13% 
26 
7.12% 
14 
3.83% 
I spend more time on written activities … 
5.04 
11 
3.01% 
12 
3.28% 
16 
4.38% 
44 
12.05% 
113 
30.95% 
169 
46.30% 
The UEE authorities should include reading 
comprehension tests more. 
4.91 
15 
4.10% 
18 
4.93% 
13 
3.56% 
65 
17.80% 
81 
22.19% 
173 
47.39% 
The UEE authorities should include writing 
tests. 
4.66 Total mean 
  
         Table 9 shows the results of the teachers’ stance toward including any other skill other than reading in UEE. 
Almost 80% of the teachers asserted that more reading comprehension texts should be included in UEE. As 
displayed in the last item of this table, the necessity of including writing was perceived to be of crucial importance 
by teachers but they asserted that they ignore students’ interest in skills such as writing because it has no 
contribution to UEE and they modify their teaching activities to spend more time on areas which are most probably 
tested in UEE. 
 
Table 10. The necessity of Including Communicative Tests Including Oral and Aural Tests 
Mean Strongly 
Disagree 
Disagree Slightly 
Disagree 
Slightly 
Agree 
Agree Strongly 
Agree 
Questionnaire items  
4.59 
149 
40.82% 
90 
24.65% 
32 
8.76% 
40 
10.95% 
29 
7.94% 
25 
6.84% 
I include listening skill in my 
classroom quizzes in order to 
promote students' communicative 
abilities. 
4.50 
149 
40.82% 
71 
19.45% 
47 
12.87% 
39 
10.68% 
28 
7.67% 
31 
8.49% 
I include speaking skill in my 
classroom quizzes in order to 
promote students' communicative 
abilities 
5.02 
14 
3.83% 
13 
3.56% 
34 
9.31% 
23 
6.30% 
85 
23.28% 
196 
53.69% 
The content of the UEE should be 
changed to motivate teachers for 
listening practices. 
5.03 
2 
0.54% 
12 
3.28% 
23 
6.30% 
25 
6.84% 
88 
24.10% 
215 
58.90% 
The content of the UEE should be 
changed to motivate teachers for 
speaking practices. 
5.27 12 24 23 29 82 195 The content of the UEE should be 
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         Table 10 shows the results of the questionnaire probing into the teachers’ stance on the necessity of including 
communicative tests including oral and aural tests in UEE. On average almost 77% of the teachers participating in 
this study suggested that the content of the UEE should be changed to motivate students and teachers for speaking 
and listening practices. On the other hand a great majority of the teachers revealed that they spend virtually no time 
for speaking or listening activities, for they are not included in UEE. 
 
6. The Results of Interview with the EFL Teachers  
        The interview questions were designed to explore the influence of UEE on Iranian EFL teachers' curricular 
planning and instruction techniques at high schools and pre-university centers. Participating teachers stressed that 
they used UEE tests in pre-university classes, but not at high school classes (especially grades1 & 2). Because the 
areas taught in grades one and two are not included in UEE tests, teachers` concentration is only on students’ final 
exam. When asked about the goal of English classes, teachers stated that the educational system expects the 
students to be prepared for the final exam and UEE (especially for pre-university students), so teachers are 
expected to focus on those areas recommended by the Ministry of Education. In addition, most of the interviewed 
teachers asserted that vocabulary is emphasized over other areas in the class, especially in the pre-university 
classes. They also pointed out that most of the class time is spent on vocabulary learning (mostly in context) and 
then on learning other areas such as grammatical structures, reading passages, etc. The participants of the study 
believed that since areas such as dictation or pronunciation are not included in UEE, they should not concentrate 
on these areas in the classroom. In addition, these areas are not included in the pre-university level achievement 
tests. In short, due to the importance of UEE, teachers place greater emphasis on the abilities that are tapped by 
UEE or final exam, and less on those that are not included in UEE.  
 
6. Discussion and conclusion 
 
           Based on the findings of this study, the researcher verified the existence of the strong overt washback effect 
of UEE on the teachers' curricular planning and instruction. For instance, the analysis of the teachers’ answers to 
the questionnaire revealed that pre-university teachers often use UEE tests in their teaching as well as exams. In 
addition, pre-university students often demand that previous UEE items be provided and explained in the 
classroom. These reactions specify overt endeavours by most of the pre-university teachers and a few high school 
teachers to prepare their students for UEE. The results also clearly showed that in preuniversity classes and some 
classes in grade 3, direct references were made to UEE. Actually, the areas of language that received the greatest 
emphasis in the classroom were exactly the ones that received more attention and weight in UEE tests. Therefore 
we can conclude that the areas that receive little attention in UEE will be considered as secondary practices in 
language classrooms. That is why grammar and vocabulary receive ample attention in language classes and 
listening, speaking, and pronunciation, receive scant attention. This does not, however, mean that teachers are not 
aware of the importance of these areas. In fact, teachers’ responses verify that EFL teachers, especially pre-
university teachers, believe that speaking is an important skill. However, there is a mismatch between what teachers 
consider as important and what they actually focus upon in their classes. This mismatch between the teachers’ 
expectations and their fulfilments has also been reported in some other research studies (e.g., Cheng, 1997). The 
only rational justification for the existing mismatch, in our opinion, can be the effect of UEE. The findings of this 
study are to some extent in line with those of Alderson and Wall (1993). In their study they concluded that an exam 
does not and cannot determine how teachers teach; however, the researchers suggested that the change might 
influence the content of the covered materials. According to the results obtained through the current study both the 
content of teaching and “how of teaching” are perceived to be dramatically affected by UEE.  
3.28% 6.57% 6.30% 7.94% 22.46% 53.42% changed to motivate students for 
listening practices. 
5.00 
14 
3.83% 
29 
7.94% 
42 
11.50% 
 
26 
7.12% 
83 
22.73% 
171 
46.84% 
The content of the UEE should be 
changed to motivate students for 
speaking practices 
4.78 
13 
3.56% 
12 
3.28% 
28 
7.67% 
31 
8.49% 
187 
51.23% 
94 
25.75% 
UEE should include listening tests. 
4.90 
18 
4.93% 
24 
6.57% 
18 
4.93% 
36 
9.86% 
91 
24.93% 
178 
48.76% 
UEE should include communicative 
items. 
4.40 Total mean 
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        Besides its overt effects, UEE has also covert consequences for the teachers' methodology. Pre university 
classes are usually teacher-fronted and the teacher usually dominates the talk in the classroom. In preuniversity 
classes, interactional activities are rare, and group work and discussions are quite infrequent. Moreover, there is no 
interaction between teachers and students except for answering the questions. This may indicate that pre-university 
teachers adjust their teaching methodology to the requirements of the UEE, because the UEE does not test such 
aspects.In a somewhat similar study to the present project, Ghorbani (2008) investigated the washback effect of the 
University Entrance Examination on language teachers’ curriculum planning and instruction. The findings of his 
study showed that UEE strongly affects the “what of teaching” but not the “how of teaching” in Iranian EFL 
teachers. The findings of this study are in accordance with those of Ghorbani. Both “what and how” of teaching are 
perceived to be highly influenced by the structure of UEE. Almost all language teachers, regardless of their 
teaching experience, educational background, gender, the school type, and the school location, perceived the 
negative effects of the UEE. According to Bachman and Palmer (2000) the intensity of the washback effect very 
much depends on the social and educational uses of the test. Konkoor in Iran as a high stake and decisive test has 
significant social and educational uses and is perceived to be generating great washback effect on all aspects of 
Iranian education system. 
        
        Although there is a high level of curriculum alignment in Iran, it has produced less positive washback. 
Teachers and their students spend much of the class time on materials that turn up on the test and focus only on 
lower order skills. Since the UEE functions as a high-stakes gate-keeping test which has serious consequences for 
the future careers and lives of test takers, its impact on teacher and student behavior is inevitable. Therefore, it can 
be used as a feasible means of English language education reform. It is hoped that the findings from this research 
and further empirical studies in the future will emerge to help testing authorities provide a more appropriate 
assessment tool with which to decide the future careers and lives of a very large number of Iranian students. 
       The present study attempted to determine the influence of UEE on EFL teachers` curricular planning and 
instruction techniques in high schools and preuniversity centers. However, further research can be conducted with 
more participants in other situations. Some suggestions for further study are as follows: 
1. Does UEE influence what language learners learn in classroom? 
2. Does UEE influence how language learners learn? 
3. Does UEE influence the teachers` attitudes and perceptions toward EFL teaching? 
4. Does UEE influence the learners` attitudes and perceptions toward EFL learning? 
5. Does UEE influence the way textbooks are designed at high schools and pre-university centers? 
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